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This paper analyzes 19 studies that were considered 
by the National Institute of Education's panel on the effects of 
school desegregation in order to determine desegregation's effect on 
black achievement, black self-esteem, and racial relations. It is 
stated that, overall, the results show that reading achievement 
improves somewhat as a result of desegregation but math achievement 
does not. The author notes that there is a basic problem in 
evaluating desegregation programs in that there is great diversity 
among programs, which accounts for the diverse results obtained in 
different studies, it is suggested that desegregation has not 
increased black self-esteem, and in some cases has decreased it; 
tentative conclusions suggest that racial relations have not b*en 
improved by desegregation. According to the author, research, and 
particularly long-term research, is still needed on the effects of 
desegregation on students and communities, as well as studies that 
examine under what conditions desegregation does work. (CMG) 
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It 1. portent to put the ,...«!.. of the effect, of 
«.«,«.«». on .l.. k ecM.ve.ent in Motor!..! context, to do 
m . X U, to fro» .-Ul ecientiet. - o«,r «P- - 

.„„..... w„o teetifi.a in *». M»*> *rUX. « 1. deer fro, 

tn.ir te.ti.on, tnet t„e ...1.1 ..»..«.*• t.Ueve* t„et eesresetion 
had . nesetiv. l.pect on Bi.C* ecM.ve.ent in et l...t .nree „.,.. 
ri „t, *». feet th.t eesresete, .1..* «re Inferior to 

r thP ouality of the facilities and per pupil 
vhite schools in terms of the quality or 

, low "levels of achievement. Prior 
expenditures was thought to lead to lot. levels 

„ for Southern states to allocate from 2 
to Brown it was not uncommon for Southern 

to 5 times as much money per pupil" for white students as was 
seated for Blacks Ushmore, Thompson, ,,T». also . 

ach ools in the South had teachers who were less well trained and 
re paid about half as much as teachers in white school, Ushmore, 
; ifM>B Conditiona ln Bla ck schools were often appalling. Consider 
the findings of Mat thew Whitehead who 

C1 arendon County. Carolina, during the ™» 

-The total value of the ^Iding^ jr JJ^SSJ.d 276 
furnishings of the t«c j -hit. I ..hool ^ot^ for the three 
children was f our times "high \ x of 80 8 students. 

Negro schools that a "°^°^ructed of brick and stucco; 
The white schools ""^JS children; et the colored 

there was one teacher f or each *o children. At the 

ochools, there was one teacher "re an enr0 ll- 

Snite high school, there was only one" ^ fop 

Sent as high as 2V, et the Scott J'^.J,. the courses 
Hegroes, classes ranged from 33 -o ^ wM 

offered at both schools, ■ ^ r d bookkeeping; et the 
School included Jiology, W*;«; tt ^ \ nd home economics were 
black high school, only ^^""^er at one of the two 
offered. There was no running %x%mMV9 at the 

outlying colored grade J^ools and no ^ both Mt% 

other one. There eere Indoor flu.h ^ outdoorfl| ot any 
achools but no fluah toilets, moo 



.ERIC 



of the Negro schools-only outhouses and not nearly 
enough of them" (Kluger, 1976, p. 332). 

Seeond, It was thought that the -badge of Inferiority that 
segregation represented led Blank students, and their teaohers, to e 
have low expectations regarding their capacities to achieve. These 
low expectations were believed to lead to low achievement. This 
argument can be traced through the testimony of several social 

scientists. David Kreeh said: 

"Leeal segregation, because it is legal, because it 
is obv^U ^U, Sives ... environment. P^.t 
for the belief that Negroes are in some way ^ fferen * 
and inferior to white people" (Kluger, 1976, p. 362). 

In another trial Horace English testified that: 

"If we din it into a person that he is incapable 
of learning, then he is less likely to be able to 
leam ... ^^^^ s ^ t °soc ^ex ecta't ions and 

11 ItTSllll llllll HI 2. can learn, ... , 1. 

f^^e^e^ ^ 
p. K15) . 

Third, in addition to'reducing expectancies, segregation was 
also thought to reduce the motivation to learn among Black 
students. Brewster Smith testified that: 

"SeKreaation is, in itself, under the social 
circumstances^ which it occurs a social an of fie i.1 
insult and ... has widely ramifying "»j;« u ^"J U91) . 
individual's motivation to learn" (Kluger, i*i , 

And Louisa Holt argued that: 

"The fact that segregation is enf° rc «J is 
gi ves legal and official L aanctio. j to p lie vbiob 
ir.evitab.vy interpreted both by white Pe°P _ 
„egroes as "noting **• ^JE&JWjS .Sw/y.'.rf.ct 
ttroup A sense ol mieriori^ offsets the- 

In*"* motivation for learning since it aff.e t. th. 
feeling one has for one's self as a perso 
1976, p. »»21). 
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In the original Brown (1951) decision this line of reasoning was 
sufficient to convince Judge Huxman that: 

"Segregation of white and colored children in public 
schools has a detrimental effect upon the colored chil- 
dren. The impact is greater when it has the sanction of 
the law; for the policy of separating the races is 
usually interpreted as denoting the inferiority of the 
Negro group. A sense of inferiority affects the moti- 
vation of a child to learn. Segregation with the 

sanction of law, therefore, has a tendency to retard ^ 

the educational and mental development of Negro children 
and to deprive them of some of the benefits they would 
receive in a racially integrated school system'' (Kiuger, 
1976, p. U2U). 

To summarize, it was because segregation was associated with 
inferior schools and led to low levels of expectancy and motivation 
in Black children that it was believed to. cause low.levels of 
achievement. At the time little or no data existed on the relative 
achievement levels of Blacks and whites in segregated schools. Thus, 
the argument rested on reason, not fact. 

Because the Brown trials were concerned with the negative 
effects of segregation, minimal consideration was given to the 
anticipated effects of desegregation. In fact, desegregation as a 
remedy for segregation was rarely mentioned (Kiuger, 1976). The 
social scientists' arguments concerning the effects of segregation 
implied that removing the "badge of inferiority" represented by 
segregation would increase the academic expectancies and motivation 
of Blacks and that these increases, along with improved facilities 
and instruction, would lead to higher achievement. 

Subsequent theorizing about the effects of segregation and 
desegregation on Black achievement has elaborated on these basic 
notions. For instance, the U.S. Commission on Civil Rights' study of 
Racial Isolation in the Public Schools suggested that: 
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"Negro children suffer serious harm when their 
education takes place in public schools whicn are racially 
segregated, whatever the source of such segregation may 
be. Negro children who attend predominantly Negro schools 
do not achieve as well as other children, Negro and white. 
Their aspirations are more restricted than those of other 
children and they do not have as much confidence that they 
can influence thiir own futures" (1967). 

Jencks and his colleagues (Jencks, Smith, Aclard, Bane, Cohen, 
Bintis, Heyns & Michelson, 1972, pp. 97-98) offered four reasons why 
desegregation should improve Black achievement. First, they cited 
the anticipated positive effects of improvements in school and 
teacher quality. Second, they cited the knowledge that may be 
acquired from white peers who have been socialized into middle class 
white norms-the lateral transmission of values hypothesis (for 
evidence that this does not occur see Miller, 1981). Third, Jencks 
et al. suggested that teachers in desegregated schools may expect 
more from Blacks and this may lead Blacks to learn more. Fourth, 
desegregation may lead Blacks to expect that they have a better 
chance of making it in society which may motivate them to work harder 
and learn more (for a synthesis of many of these arguments see 
Linsenmeier & Wo r tman , "1 97 8) . 
Achievement Tests / 

All of the studies to be considered in this analysis of the 
effects of desegregation on Black achievement employed standardized 
achievement tests. Any understanding of the results of these studies 
requires that some consideration be given to the nature of these 
tests. Achievement tests were developed to measure what students 
have learned. They consist of items .that sample the general body of 
knowledge that schools are expected to teach. The items that are 
selected are those that discriminate best between students who have 
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learned a great deal and those who have not. Items which sample 
knowledge that everyone learns are not included. This restricts the 
type of knowledge sampled to that which is not always learned or 
taught. 

The tests usually take one to three hours to complete. During 
this period students at the Junior high school level atteupt to 
answer approximately 85 multiple choice questions per hour. The 
content areas covered most thoroughly (and the only ones reported in 
most desegregation studies) are math and verbal skills. Some tests 
deal with science and social studies, but use less extensive coverage 
for these topics. Thus, these tests examine only a very restricted 
domain of achievement. This domain, verbal and math skills, is 
clea rly important, but so too are other domains of achievement that 
are not measured. Among these other domains are knowledge of our 

1PBa l svstems, and knowledge of the history 
political, economic, and legal systems, 

of our society and other countries. 

Scores or. these tests correlate reasonably well from year to 

year and they correlate reasonably well with tests designed to 

measure aptitude and intelligence (Jencks et al . , 1972, p. 60; 

Wallach," 1976), However, neither achievement tests nor those 
designed specifically for the purpose are especially good at 
predicting college grades or later success in life Uencks et al., 
1972, p. 57). 

The test that has been most sxtanslval, sarutlnlzsd in this 
reg ard is tha Scholastic Aptitude Test (SAT) davalopad by tha 
Educational Tasting Service. Here than 2,000 studies have examined 

. future academic performance. The 

the ability of this test to predict future 
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results indicate that the SAT cordate, about .30 to ..0 with first 
year college .rade. (Lord a Campos, .it.* in Linn, 1962). SAT scores 
ao not correlate as well wit. ovor.U ..11... grades (Hurrays. 
<„,.) nor do they pr.ai.t whether or not stua.nts will finish ..11... 
Ustin. 1,70). Also, there is little relationship between SAT 
Cor similar measures su.h as th. C«E> ana lat.r ....... aft.r coll... 

(Marston, ,971! HcClellana. 1971). 1" - *»• «* 
standardized achievement tests have hl.h content ana construct 
validity, hut only low to moderate preaictive validity 

«. must he extremely cautious in interpretin. the meaning of 

Th.v reflect the amount of standard curriculum 
achievement scores. They reflect 

materials in the domain of math ana verbal ..ill. that students have 
learned. Thus, achievement scores may serve as an inaicator of the 

, . skills programs at the schools the 
quality of the math and verbal skills progra 

etudents are attain., althou.h the same material may he acquired in 

aese.re.ation has an effect on achievement scores, it may he caused 
by chan.es in the ,ualit, ana amount of instruction in math ana 
verbal ..ills, ohan.es in the quality of the student boay, or 
chan.es in the stents- motivation to l.arn. The chan.es that ao 
occur probably shouia not he interpretea as an indication^ the 
.tuaents wil! subsequently he more or less successful in institutions 
of higher eaucation or in economic terms. 

X ao not mean to imply that test scores are not important, but 

. 4- f«r the wrong reasons. Scores on 
believe they are often important for the wrong 

- terla to determine what tracks 
achievement tests are used as criteria to d 

* will be admitted to 

stuaent. Will be assigned to ana whether stuaent. 
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college. They are also important because students and teachers 
perceive the scores as an indication of ability and individual 
worth. in this way, theae tests may place inappropriate limits on 
the aspirations and self evaluations of low scoring students and they 
may lead teachers to have low expectations for low scoring students 
(For evidence that teachers have low expectations see Mercer, 

Iadicola, 4 Moore, 1980). 

Because these tests measure whet students have learned, anything 
that affects hew much material the, are taught or their capacity tc 
assimilate what is presentee will affect achievement test scores. 
Curriculum changes, differences in styles of presentation and 
testing, and disruptions that influence the capacity of teachers to 
teach or students- ability or desire to learn are likely to have a 
negative impact on what students learn. Because many of the studies 
reported in the literature cover only the initial phases of school 
■ desegregation they are very HKely to he affected by these factors. 
In particular, the learning environment is apt to differ from the 
students, previous experiences, especially for minority students. 
Some of these differences may be beneficial in the long run such as 
more demanding teachers, more competitive classmates, and greater 
diversity in the student body, but these factors may Initially have 
negative effects on achievement. Other factors such as tension and 
conflict between groups, negative comparisons with better prepared 
students who ere often higher in social class, and dealing with 
teachers who have little experience teaching minority group students 
probably have a negative impact and continue to do so. 

Although achievement tests are designed to measure whet student. 
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have learned, scores on these tests are also affected by other 
factors. Most important among these other factors is the situation 
in which the tests are administered. In particular, high anxiety 
levels have a negative effect on performance, except for the very 
best students. It is possible that Black students taking these tests 
in desegregated schools experience more anxiety than Blacks in 
segregated schools. This is likely to be the case to the extent that 
achievement is emphasized in desegregated schools and the Black 
students feel academically inferior to or threatened by the white 

students. ; 

Achievement tests are "speeded" which mesne thst students hsve s 
time limit thst is too short for many of them to finish all the 
items. This too may creste anxiety, it also means that a premium is 
plsced on motivation and attentiveness. Students who are not 
motivated to do veil or -ho do not try hard will not score well on 
these test,. Lspses of attention thst amount to 5 minutes during the 
testing hour will mean failing to answer ahout 7 ,uestlons (at the 
junior high level). This could affect the outcomes by more than 50 
points (on tests that have a range of 200-800 with an average of 
500). The tests are most likely to yield accurate results when the 
condition, of tasting do not elicit high levels of anxiety and the 
student, are motivated to do well and are attentive. While theae 
factors would ha expected to Influence measure, of achievement hoth 
before and after desegregation it would not be ,urpri*ing to find 
that they had a more negative Impact after deaegregatlon. 

The race of the examiner can also affect teat performance. 
Blacks often perform better when the examiner is Black rather than 
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white (e.g., Katz, Roberts, & Robinson, 1965). It is frequently the 
case that as students move from segregated to desegregated schools 
the race of the examiners changes from Black to white. Regrettably, 
we have no information on the degree to which such factors actually 
have affected the results of the studies we are reviewing, but they 
should lead us to be cautious about interpreting these studies. 

The Studies in the N.I.E. Study Set 
Anderson 

This early study examines an unusual early desegregation plan in 
which students in the numerical minority in a given school could 
transfer to schools in which their group was in the majority. Thus, 
students could transfer from desegregated to segregated schools. The 
study was done in Nashville in 1963. It followed students from the 
2nd to the 1th grade, The Metropolitan Achievement Tests were used 
to measure reading and math achievement. The sample size was 
adequate (N = 3^ in the desegregated group), but not la"rge. It is 
possible that some of the students in the desegregated group were 
exposed to one year of desegregation prior to being pretested in the 
second grade. It appears from the report that this problem probably 
affected less than one-sixth of the students in this group. 
Beker 

Like r.ost early studies,, the desegregation that was examined in 
this study (196K) consisted of voluntary transfers. The study was 
done in a large Northern city. Two grade levels were induced 
(grades 2 and 3). The sample sizes were very small and may yield 
unreliable results (N s 7 - 25) • The study is a Fall-to-Spring 



comparison of reading and math abilities done during the first year 
of desegregation (measured with the Stanford Achievement Test). 
Bowman 

This is one of the longer studies in the set. It runs from 1967 
to 1970. A group of students was followed from grades 1 to 3 and 
another group from grades 3 to 5. The sample sizes were of moderate 
size (around 50 total at each grade level), but adequate. The 
students participated in the program voluntarily and it took place in 
a medium sized Northern city (Syracuse). Different tests, the Iowa 
Tests of Basic Skills and New York State's Tests, were used to 
measure achievement at the pretest and the post-test levels which 
makes changes in test scores somewhat difficult to interpret. 
Carr igan 

I did not calculate effect sizes for this study because I 
believe the control group cannot be used to assess the effects of 
desegregation. In this study the control group was attending 
desegregated schools (50* Black). Since this control group had 
already received the "treatment" of desegregation they provide a 
check primarily for maturation effects. Any changes in this group 
may be a consequence of ongoing exposure to desegregation which means 
that the differences occurring in this group are not a proper control 
for the differences in the » dese S regated" group. Also, the 
"desegregated" group actually started out in a somewhat desegregated 
school (80* Black) so this is not an optimal group to measure the 
effects of desegregation. 
Clark 

This Is one of the sa.ll number of studies In the set that vas 



done in the South. It is a study of a ma jori ty-to-minority transfer 
program that took place in 1969-1970. The sample size is adequate 
(N S 108. for desegregated group), but the duration of the study is 
brief, extending from Fall to Spring. This is the only study in the 
set that includes rural students. It covers only the sixth grade and 
provides both a test of reading and math (SCAT). 
Evans 

This study was done in Fort Worth during the 1971-1972 school 
year. The Iowa Tests of Basic Skills were given to Uh and 5th grade 
students in the Fall and Spring of that year. The court-ordered 
desegregation plan involved clustering elementary students and busing 
Black students (in grades 3-5) to achieve a degree of racial balance. 
The sample sizes were larger than in most of the other studies in 
this set (N = 179-393). 
Iwanicki and Gable 

. I excluded this study because the "predesegregation" group had 
already been attending desegregated schools for a full academic year 
at the time of the "pretest." Thus, the pr ^desegregation comparison 
is actually a cross-sectional comparison betweena segregated control 
group arid a group of students that has been desegregated for one 
year. This means that the measure of the effects of desegregation is 
a measure of the effects of the second year of desegregation. Since 
all of the other studies that I have included measured the first year 
of desegregation, including this study with the others may yield an 
inaccurate picture of the effects of desegregation. This would be 
particularly true if desegregation had a greater impact on 
achievement during the first year than during subsequent years. 
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Klein 

This is a ?.ll-to-Sprlng examination of the effects of 
desegregation done in a WU cit, (35,000) in the South. The 
students were in the tenth grade. The sample size was adequate (I = 
36 in the desegregated group), but not large. The stud, was done in 
,965. The desegregation plan was a voluntary one involving Black 
students who transferred from segregated Black schools to white 
schools. The tests used were the Math and English Cooperative 
Exams. 

Laird and Weeks j 

This is an early study 'of the effects of desegregation (1961). 
lt -as done in s lerge Northern city (Philadelphia) over a 1-1/2 year 
time span. Desegregation was brought shout by overcrowding in a 

-i Parents in this school could request to 
segregated Black school. Psrents in 

transfer their children to white schools so desegregation -as 
voluntary. Students in grades ,-6 -ere tested .on the districts o-n 
verbal and math tests. The sample size at each grade level is modest 
(22-39K but acceptable. 
Rentsch 

This study -as done on a voluntary desegregation plan in 
Chester. ... Tor,, and covers s 2-year time period. There -ere 
adequate ssmple sizes (N . 27 to 33) to calculate effects in grades 
3-5. The students -ere tested on reading and math skills 
(apparent!, using a test developed by the District,. The students, 
.no attended the desegregated schools had previously attended schools 
that -ere 90, minority. Attrition -as fairly high in this group 
C5 6„. Although this stud, provided analyses of both matched and 
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unmatched samples of segregated and desegregated students, I decided 
against using the analyses of the matched groups because the sample 
sizes were small (N = 9 - 13)« 
Savage 

This study covered a longer time period than many of the others, 
2 years, and it is one of the minority of studies that were conducted 
in the South (Richmand, Ya.). Also, it is one of the relatively 
small number of studies examining senior high school students. The 
sample size is adequate (N = H2 in the desegregated group) to 
calculate reliable means for math and .reading achievement on the 
Sequential Educational Progress Test. The study was conducted 
between 1969 and 1971 and examined a voluntary desegregation plan 
involving minority to majority transfers. 

Sheehan and Marcus 

This study was done in Dallas, Texas, and covers a 1-1/2 year 
period. It involves court ordered busing and it was done recently 
(1976-1978). In these regards it is more representative of urban 
desegregation programs than most of the other studies in the set. 
The fourth grade students were, measured with the Iowa Test of Basic 
Skills. The sample size is very large (nearly 2,000). One drawback 
is that the degree of desegregation varied considerably within the 
desegregated sample (from 5% to 65? Black). 
Slone 

This is a study of the second year of school desegregation. 
Desegregation occurred during the 1963-1964 school year. .The first 
• measure of achievement was gathered in April 1965 and the second in 
March 1966. The predesegregation school was multi-ethnic (90% 
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minority' but only about 70* Black) and thus this study differs from 
the" other studies of desegregation. Also, the "segregated- control 
group was attending a school that was U0* white. Since the 
predesegregation levels of achievement cannot be determined, the 
effects of desegregation cannot be evaluated. 
Smith 

^ This is a long-term study , covering 3 school years. It was 

conducted in Tulsa. Oklahoma. The students were pretested in seventh 
grade and post-tested in ninth grade. The sample size is larger than 
in most studies (N - 27*). The Stanford Achievement Tests were used 
to measure math and verbal skills. The desegregated students were 
attending naturally integrated junior high schools. Unfortunately, 
no information was provided on the degree of segregation in Tulsa's 

elementary schools, but it is probably reasonable to assume a high 

level of segregation given that the study began in 1965. 

Syracuse 

This study of fourth grade students measured reading achievement 
(Stanford Achievement Test) in the Fall and Spring of the 1965-1966 
school year. The number of students in the desegregated group was 
small, but adequate (N :'2H). The type of desegregation program the 
students participated in is not specified in the report.^ 

Thompson and Smidchena 

This study of natural desegregation In the elementary schools of 
Ann Arbor was eliminated from the analyses because the students had 
been attending desegregated schools for 2 years before the 
predesegregation measures uere obtained. Thus, this stud, lacks a 
true predesegregation measure. In addition, the "segregated" control 



group was 58% white- 
Van Every 

• This stud? was done- in Flint, Michigan, and involves 
desegregation produced by locating a low-cost housing project in a 
previously all white neighborhood. The study covers a 2-year period, 
following students from the fourth to the sixth grade. The sample 
size is somewhat small (desegregated group * 22). The study was 
completed in 1969. The Science Research Associates tests for reading 
and math were used. 
Walberg 

This is a study of the Boston Metro' Project in which urban Black 
students at all grade levels were voluntarily bused to suburban 
white schools. The performance of these Black students on the 
Metropolitan Achievement Tests for reading and math were compared to 
the performance of their siblings who remained in segregated Black 
schools. The study was conducted during 1968-1969- The sample sizes 
for the desegregated groups are moderate (N * 6 1 -1 *U ) , "those for the 
segregated groups are smaller (N * 11-53). but still reasonably 
adequate . ............ 

Zdep 

This is a study of a voluntary transfer plan in which urban 
Blacks could attend suburban schools. The students were very young 
(grade 2). The Metropolitan Readiness Test was used to measure 
reading and math ability in the Fall and during the Spring of the 
first year of desegregation: • The study was done in 1968. The sample 
size was quite small and may not yield reliable results CN 12 in 
the desegregated group). The report does not indicate where the 



study was done. 

in summary, the desegregation in these studies was typically 
voluntary (66% of the cases), the cities it occurred in were 
generally medium to large, the region was more often the North than 
the South, the schools the students attended were more frequently 
elementary schools than secondary schools (X grade level = 5.5), 
Blacks were very much in the minority in most of these schools, and 
most of the studies were conducted prior to 1970 (X . 1968). 
Effect Sizes 

The principal measure of Interest to be extracted from these 
3 tudles is the size of the effects of desegregation on the verhsl and 
„ath achievement of Blade students. To calculate these effect 
sl.es the formulas proposed by Glass (1977) were employed. In 
calculating these effect sizes ! have taken into consideration the 

duration of the study. 

All of the studies included In the study set employ quasi- 
experimental designs in which one group of students is tested before 
and sfter desegregation. The results for these students are compared 
to those of a group of students who remain in segregated schools and 
who are pretested and p..t-t..t..< «.t the same time as the 
desegregated group. The generic formula to obtain effect sizes In 
atanoard deviation units for this design Is to calculate the 
difference between the desegregated and segregated groups at the 
pretest and divide this score by the standard deviation for the 
segregated group. 

1) ~X, -x"-, = pretest difference 
S.D., 
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Ih is score i.dlc.te. the decree or pretest e Q ualit y hetween the two 
gr oups. A ,1-il.r score is then ohtained for the post-test scores. 
2) 3c. -X-a. = post-test difference 



S.D.a. 



To derive an overall effect sise the pretest difference (1) is 
greeted fro. the post-test difference «,. This formula yields an 

t > „ of the effects of desegregation in units that 
index of the magnitude of the efrects 

can be compared across studies. 

The use of the standard deviation of the control group (the 

in this case) to calculate effect sizes was proposed 
segregated group in this. case; to ^ 

by Class U977). It would he possiole to use in place of this 
standard deviation a pooled standard, deviation comprised of the 
averse of the standard deviations of the experimental and control 
gro ups on the assumption that this would ,ield a more stahle estimate 
of the standard deviation. This more complex approach would he 
stifled if the standard deviations of the experimental and control 
gr oupa differed .uostantiaU,. ' This appears not to have heen the 

or th e post-test, were there significant differences o.t.e.n the 
standard deviation, of the se g re g .ted and the dese g re g ated .roups 
IhU s. it seemed reasonahle to emplo, the simpler formula advocated h, 
Glass* 

ln this set of studies the duration of deselection varies 

• * '"V " — - lnd " ° f ZlTrZ divided 
desertion durin g the first year of desertion fir. 

the effect al,e », h y the duration (., of the stud, to y lel 
ef feot .« Per month. U —in. «• — °< 
sed the' tot.! numher of month, the stud, covered and suhtracted 3 
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months for each summer vacation period that was included. Thus, the 
duration measure reflects only the number of months the students 
actually spent in school. Next, I multiplied effect size per month 
by 8 to obtain an index of the effect size per year. 

E x 8 = effect size per year 
O 

The primary value of this index of effect size is that it avoids 
including together in subsequent analyses studies that vary in- 
duration from 1 to 36 months. These scores were calculated 
separately for verbal and math achievement to determine if 
desegregation had differential affects on the two basic areas covered 
by achievement tests. Since some studies . included more than one 
grade level I calculated effect sizes for each grade and for each 
study as a whole so that comparisons could be made using grade or 
study as the unit of analysis. The effect sizes for grade are 
presented in Table 1. 

Using this procedure for calculating effect size per year 
assumes that desegregation has linear effects over time, a't least 
over the first 3 years of desegregation. This is the easiest, and I 
believe, the most defensible assumption to make in dealing with the 
effects of desegregation over the first few years of desegregation. 
There are other plausible relationships, however. For instance, it 
xaight be predicted that if desegregation had positive effects, most 
of the benefits would accrue to the students during. the initial year 
or two of desegregation after which little additional benefit would 
be derived. Alternatively, desegregation might be expected to have 
negative effects on achievement initially because of the negative 
conditions under which it so frequently occurs. Later, after 
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adjustments have been made, desegregation might be predicted to have 
beneficial effects. The curvilinear nature of these predictions 
makes them difficult to "apply to the present studies. In this set of 
studies the assumption of linearity appears to be reasonable in the 
case of math where the correlation between the duration of the study 
and the effect size was marginally significant (r = .H8, p<.10). In 
the case of reading, the correlation was not significant (r=-.17, 
ns .). Krol's (1978) study of effect sizes for achievement is 
consistent with the assumption that the effects over time are linear. 

The manner in which the results of these studies are presented 
is highly variable. In some studies the means and standard 
deviations necessary to calculate effect sizes using the generic 
formula are reported, but in others the effect sizes must be 

alculated using F tests, T tests, analyses of difference scores or 
analyses of covariance. Strictly speaking none of the latter 
calculations is precisely comparable to the generic formula, since 
the derived standard deviations are calculated from the overall 
variance. In cases where only covariance analyses are available, the 
effect sizes are almost certainly overestimated. This means that the 
average effect sizes across this group of studies are only 
approximate estimates . 

Using studies as the unit of analysis, the average effect size 
for the first year of desegregation (8 months) was .17 verbal 
achievement, while the average effect size for math achievement was 
.00 (Table 2). Using the effect size for each grade as the unit of 
analysis, the effects are .15 for reading and .00 for math. Dropping 
the four studies from the sample set that I excluded has little 
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effect on the results. Using studies as the unit of analysis, the 
mean effect size for verbal achievement including all the studies in 
the set is . 1 1 and for math it is .OH. These results appear to 
indicate that verbal achievement improves somewhat, but math 
achievement shows little effect as a result of desegregation. The 
difference between the X for reading achievement and the X for math 
achievement is marginally significant (t = 1.96, p<.08, Table 4). 

One way to convey the magnitude of these effect sizes is to 
consider what it would mean in terms of a test, such as the SAT or 
the GRE, that has a X of 500 and a standard deviation of 100. The 

1 

effect for verbal achievement would translate into a 17 point 
increase as a consequence of the first year of desegregation. The 
math effect would translate into no improvement. Another more 
approximate way of thinking about these figures would be to consider 
what the effects of desegregation are on the average percentile 
ranking of Black students on a standardized test. If desegregation 
improved verbal achievement .17 standard deviation units, this would 
raise the average percentile rank of Blacks about 5 percentage points 
during the first year of desegregation. For math there would be no 
changes in percentile rank due to desegregation. 

Why would desegregation affect the reading achievement of Blacks 
and not their achievements in math? One possibility is that reading 
achievement may be improved by direct exposure to the language usage 
and vocabulary of white students and teachers. Learning middle-class 
vocabulary and syntax may aid test performance. Such an improvement 
would not be due to any changes in the quality of teaching, or 
changes in expectancies or achievement motivation, but simply to 
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being able to understand the tests and the content of the questions 
better. Similar improvements would not be expected for math because 
there is no parallel to" this type of indirectly learned information 
in the case of math. Here no iaprovement would be expected unless 
there were changes in the quality of instruction or the students 
expectancies or achievement motivation increased. 

In this set of studies, the magnitude of the effect sizes is 
unrelated to the region in which the studies were done, the size of 
the cities in which the studies were done, and the size of the 
samples (Table 3). There is a marginally significant negative 
correlation between the grade the students were in when they were 
desegregated and the size of the effect for reading achievement (r = 
- .33, p<.10). The relationship between grade and effect size is 
not significant for math (r = .22, nsj . For reading this suggests 
that younger students benefited more than older students from 
desegregation. One explanation for this relationship is that 
exposure to white students (and in some cases, white teachers) may 
benefit students who have had little previous direct or vicarious 
contact with Whites. This benefit probably consists of exposure to 
the type of vocabulary that achievement tests measure. Older 
students who have had more direct and vicarious contact with whites 
may benefit less from exposure to whites in desegregated schools 
because they have had more exposure to white middle-class language 
usage and vocabulary. 

The correlation between the year the study was done and the size 
of the effect for reading is also marginally significant (r = -.19, 
p<.10, using studies as the unit of analysis). The correlation 
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between the ye £ tre study was done and math achievement is not 
significant (r = -.32). It is not clear why this effect exists for 
reading. One possibility is that the early studies tended to be of 
voluntary desegregation where only select students participated. 
These desegregation programs may have made special efforts to help 
the incoming students and these students were probably highly 
motivated to succeed. In contrast, students in mandatory 
desegregation programs and later voluntary programs may have received 
less special treatment and may not have been as motivated to learn. 
However, the effects of special treatment would be expected ti affect 
both reading and math, and there was no relationship for math, 
although the direction of the correlation is the same. 

• It also appear, that the effect size for reading was larger in 
school districts where the desegregation was voluntary rather than 
mandatory (X = .21 voluntary, X = -.03 mandatory). While this 
difference is statistically significant (t = 3.15, p<.05, using 
studies as the unit of analysis and the corrected effect sizes as the 
dependent measure), the number of districts in which desegregation 
was mandatory is so small (n =2) that these results may not be 
reliable. The effect for math was not significant (t = .25, ns) . 
The most likely explanation for these effects is that the students 
who participated in desegregation voluntarily were more motivated to 
get to know other students.. This informal contact would have enabled 
them to acquire verbal skills that could have affected their test 
performances, but it would nbV have enabled them to acquire math 
skills that affect test performance. 

I would like to trgue that none of the relationships regarding 
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• .rade year city size, region, or type of desegregation 
effect size, grade, year, ci^j 

«~ effect sizes themselves 

should be regarded as conclusive because the effect 

are unreliable. Even t„e overall effect sizes tbat were obtained may 
not be meaningful. Given the variability in the effect sl.es in 
the.e studies, the confidence limits are rather broad. The 95* 
confidence ll.it. (the range within which the true population X is 
llkely to fall, with only a 5* probability of being mist.*... for 

,t „, OH to .30, end the 95* confidence Halts for 
verbal achievement are .01 to ,o«, 

msth achievement are -.09 to ..09. Thus, in the case of reading 

achievement we can be reasonably confident that desegregation has an 

v. <> „,,» be very small indeed. In the case of math, 
effect, although it may be very 

desegregation appears to have no effects. 

There are other reasons why the average effect sites should be 
r egarded with more than a little caution. I. those studies involving 
mumple grades it is possible to examine fluctuations in the 
standard deviations of the students, achievement scores. For 
stance, in Hentsch-s stud, the range in standard deviations for t 

to M.ST. Obviously, when these standard deviations are used to 

emulate effect sites (using the generic formula, the magnitude of 

the effect site will depend on the standard deviation that is used. 

„ the standard deviation, are unstable, then the effect .1- will 

he corre.pondingly unstable. The lac. of stability in 

uUh the 3 tudies where the sample 
deviations tends to be a problem with the 

sizes are small. 

0 „e rea.on that the studie. with ...11 sample, have variable 
standard deviations consist, of sampling problem, (e.g.. non-random 
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sampling,. Fluctuation. i« ".ndard deviations within studies may 
also occur as a consequence of variable condi tions. during test 
administration. Anyone who has given tests to elementary students is 
aware .1 how difficult it is to maintain standardised procedures. 
Large sample sites compensate somewhat for this variability in 

testing conditions, but most of the studies reviewed here did not use 

large samp3 es . 

Even if the standard deviations were stable, the small sample 
sites of man, of these studies would result in means that may not be 
eccurate. In order to be accurate to within .5 standard deviation 
unit, of the true population X. a sample site of 15 Is retired. To 
„s accurate to within .1 standard deviation units, retires a sample 
Of 384. Thus, the mean values reported in the studies with small 

„„t llkelv to be measured accurately enough to 
sample sites are not likely to 

provide reliable effect sis... If there were a sufficient number of 
these sample., the errors of measurement would cancel each other out, 
Out the number of samples is not large enough in this set of studies 
to lead to confidence in the summary figures concerning effect sites. 
„.., the substantial variability in effect sites suggests that the 
mean effect .ize may be distorted b, extreme scores and indeed the 
effect site for verbal achievement is lowered to .,3 if the median is 
used as a measure of central tendency rather than the mean. If the 
effect sites were corrected for the unreliability of the achievement 
test, this would also lower the estimate of the .verbal achievement 
effect size. 

, hat the ave rage effect sizes should be viewed 
Another reason that the average 

^^M«i« ff ical problems with the studies, 
with caution concerns methodological proo 



While these studies were chosen because they are the best ones 
available, they are not without their defects. The list of potential 
defects is a long one. "Threats to internal validity include those 
already mentioned, small sample sizes, non-random samples, and 
fluctuations" in standard deviations (suggesting unreliability of 
measures). In addition, the quality of the measures of achievement 
varies (some use measures developed within the district, others use 
tests standardized on white populations), attrition varies 
considerably across studies and threatens the validity of studies 
where it is high, and the segregated control groups are often of 
uncertain comparability to the desegregated groups. 

Threats to external validity are comprised primarily of concerns 
with the non-representativeness of these samples of Black students 
and of this group of studies. Only students who are in desegregated 
schools at the end of the study are included in the post-test and 
often in the .pre-teat X'a. Usually,, students who stay in the program 
are not compared to those who drop out to determine if they are 
different. Thus, we cannot be confident that the samples of 
desegregate-d students in these studies, are representative of Black 
students generally. Also, the studies are mostly of voluntary 
desegregation "in medium to large northern cities. The degree to 
which it ia" appropriate to generalize these results to mandatory 
desegregation in other regions of the country or to small cities and 
rural areas ia unclear. 

Class (1977) in discussing meta-analyses as a research method 
suggests that "Respect for paraimony and good sense demands an . 
acceptance of the notion that imperfect atudier ^an converge on a 
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true conclusion" (p. 356). His argument relies on an example in 
which a set of studies are "similar in that 'they show a superiority 
of the experimental over the control group" (p. 356). However, this 
argument may not apply as forcefully to a set of studies, such as 
those on the effects of desegregation on Black achievement, in which 
the results are variable rather than similar. Under these 
circumstances, the variability in results may be interpreted in terms 
of methodological problems as parsimoniously as in terms of more 
substantive causes. 

A Basic Pr oblem in Evaluatin g Desegregation 

■ - - t 

Perhaps the most fundamentai'oversight of the social scientists 
involved in the Brown trial was in not giving due consideration to 
the manner in which segregation would be eliminated. They were not 
alone in this oversight, even the lawyers for the NAACP did not 
consider this problem in detail until after the first Brown decision 
in 195". The Justices of the Supreme Court were vague in their 
recommendations saying in the second Brown decision in 1955 only that 
segregation should be ended with "all deliberate speed" (Kluger, 
1976, pp. 71A-7M7). When desegregation began to be implemented 10 
years after Brown, the forms it took were as varied as the 
communities in which it took place. I believe it is this complexity 
more than any other factor that accounts for the diverse results that 
have been observed in studies of the effects of desegregation on 
achievement. The diversity of desegregation programs is so great as 
to render the word without a precise meaning. 

Let me be specific about this complexity, although.it is 
familiar to anyone who has studied the problem. Each community 
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starts with Its own unique history of relstlons between 'the races 
including when Blacks and whites settled there, the origins of 
aethers of these groups, "the social class structure of the groups, 
the degree of residential segregation and so on. The communities 
vary along such potentially Important dimensions as size, region of 
the country, ratio of majority to minority group members, presence of 
suburb, and private schools to which whites ma, flee, and funding for 
public schools. the desegregation programs implemented in these 
communities have their own unique history of litigation and decision 
making by school boards and other public officials. The programs 
themselves vary In the techniques-used to create desegregation, some 
programs are voluntary but most are not, the plans may involve 
voluntary cross-district busing, pairing, the use of magnet schools, 
the closing of some (usually Black) schools, and the mandated busing 
of students (usually Black students). The desegregation of teachers 
.„ or may not accompany the desegregation of students and the amount 
of preparation teachers are given for desegregation 1. variable. 
Additional currlcular changes may occur at the same time as 
desegregation, the age of the students Included in desegregation 
plans varies, the speed with which a plan is implemented varies, 
community opposition varies as does the amount of white flight, the 
ratio of majority t.o minority students differs from, community to 
community as do the social class backgrounds of the students and the 
duality of their predesegregatlon, educational experiences. As long 

- . it is surely incomplete. «»t these differences 

as this list seems, it is surety mo r 

„ean is that comparing the effects of desegregation across 
communities is extraordinarily difficult. It 1. Possible to use 



quantitative measures to examine the effects of some of the factors 
in this list, but the majority are more difficult to study and 
compare. 

The Effects of Desegregation on Self Esteem and _Race, Relations 

The social scientists who participated in the Brown trials 
believed that segregation had negative effects on the self esteem of 
Black students and on relations between the races, as well as having, 
negative effects on achievement. One of the clearest presentations 
of their views comes from the statement that 35 social scientists 
filed as an Amicus Curiae brief in the Brown trial. 

Segregation, prejudices and discriminations, and their 

S»"f «d his group. He venders whether his group n he 
himself sre worthy of no more respect tun «(j receive 
™ ^.nildrenfusue^ oftne^ower^ conoiic 

SSS4 ^ward"neJr K'^S'g^.^"^."* 
group. (Allport et al., PP- «»29-»»30) 

The social science brief and testimony in the individual trials 
leading up to Brown indicate that it was anticipated that ending 
segregation would remove the stigma of inferiority that was forced on 
Black children. 

s. 1f esteem. The effects of desegregation on self esteen, sppesr 
to be less fsvorsble thsn the effects of desegregation on 
achievement. In *y earlier review- (Stephen. 1976).,! found that 
• desegregation lad to decr.a.e. in the self esteem of .!..» students 
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in 5 of 20 studies and that there were no studies indicating that 
desegregation increased Black self esteem. As was true for the 
studies of the effects of desegregation on achievement, the majority 
of these studies have been concerned with the effects of 
desegregation over a period of 1 year or less. One study that 
examined the effects over a longer period of time found that while 
Black self esteem initially dropped, it rebounded to predesegr egat ion 
levels during the second year (Gerard & Miller, 1975). Subsequent 
studies of Black self esteem, including my own (Stephan & Rosenfield, 
1978), have not changed this picture much. My conclusions regarding 
the effects of desegregation on the self esteem of Black students are 
consistent with those of other investigators (e.g., Banks, 1976; 
Epps, 1975; Gordon, 1977; Shuey, 19^6) . 

It appears that the social scientists who participated in Brown 
used an invalid assumption as a basis for their argument that 
desegregation would increase the self esteem of Black students. 
Undoubtedlysegregation stigmatizes Black students, but this stigma 
is not reflected in the self esteem of Black students. Studies of 
segregated Blacks and whites show that Black students have self 
esteem levels that are similar to or higher than white students in 
more cases than they have lower self esteem (see Porter & Washington, 
1979. and Stephan & Rosenfield, 1979, for reviews). These studies 
have employed questionnaire measures of self esteem rather than 
indirect measures such as the doll tests upon which the social 
scientists' statements in Brown were based. The indirect measures 
may have been tapping attitudes toward Blacks and whites as ethnic 
groups. There is considerable evidence indicating that young 
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Black children have less favorable attltu.es toward Blacks than 

toward whites (Williams 4 norland, 1976). 

If segregated Black students dc net have leu self esteem, there 
la little reason tc expect that desegregation would increase self 
esteem. In fsct. there are several compelling reasons wh y decreases 

^ . sn*tance, social comparison 

in self esteem might be expected. For instance, 

„«» white students who are academically hotter prepared than Blacks 
could lead Biscks to evaluate themselves negatively. Likewise, the ^ 
loss of status and .power that occurs when Blacks represent a minority 
of the student body in desegregated schools could also lower the 
self-esteem of Black students. In addition, negative evaluations b, 
ethnocentric white students could adversely affect the self esteem of 
Blacks. 

Attitudes. The social scientists in their brief were also 
bopeful that contact within the schools would improve intergroup 
relations. 

Under certain clrcu-stsnce. desegregation ..j h.s^e.n 

- observed to lead to °'"°^ 0 «. ..-There Is 

tudes and frlendll.r "en change is 

less likelihood of "f""* 1 '/", untt . of a social 
simultaneously introduced Into all ^ t a a „ a flrB 

institution ... and when «"%i s ^""authority. ...These 
enforcement of the new P°"d» ' "i ... . public schools, 
conditions can generally be satisfied in 

(pp. 1437-138). 

The social scientist, appreciated the fact that contact alone 
would not be sufficient to Improve Intergroup relations. Their 
4t atement notes several preconditions for favorable change, e,ual 
status between the groups, snd firm ( -thorough implementation of 
cesegregation. It is likely that they were aware of other relevan 
factors such as those mentioned b, Williams (19,7, a half dosen years 
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before the social science statement was drafted: 

"Lessened hostility will result from arranging inter- 
group collaboration, on the basis of personal association 
of individuals as functional equals on a common task jointly 
accepted as worthwhile." (Williams, 1917) 

The data on the initial effects of desegregation on race 
relation's suggest that the social scientists' caution was veil 
founded. In an earlier review of the data, I found that 
desegregation increased Black prejudice toward whites in almost as 
aany cases as it decreased prejudice (Stephan, 197B). The results 
for whites were somewhat more negative. Recent studies, including my 
own, which also indicated that desegregation does not improve race 
relations (Stephen & Rosenfield, 1978). have not led me to revise 
these conclusions (e .g. , Bullock, 1976; Campbell, 1977 ; Patchen, 
1982; Sheehan, 1980). The quality of these studies is not as high as 
the better achievement studies and there is such a small enough 
number of them that these conclusions can only be regarded as 
" tentative. My conclusions are, however, generally consistent with 
those of other investigators (Armor, 1972; Epps, 1975; St. John, 
1975, Schofield, 1978; Weinberg, 1970). 

In the years since Brown the. contact hypothesis has been 
elaborated and refined. These elaborations are helpful in 
understanding why desegregation often has not had a positive effect 
on race relations. Here are my own most recent statements 
concerning the conditions under which contact improves intergroup 
~~ relations . 

1. Cooperation within groups should be maximized and 
.. competition between groups should be minimized. 

2. Members of ingroup and outgroup should be of equal 



status both within and outside of the contact 
situation. 

3. Similarity of "group members on non-status dimensions 

appears to be desirable (beliefs, values, etc.). 
14 . Differences in competence should be avoided. 

5. The outcomes should be positive. 

6. There should be strong normative and institutional 
support for the contact,. 

7. The intergroup contact should have the potential to 
extend beyond the immediate situation. ^ 

8. Individuation of group members should be promoted. 

9. Non-superficial contact (e.g., mutual disclosure of 
information) should be encouraged. 

10. The contact should be voluntary. 

11. Positive effects are likely to correlate with the 
duration of the contact. 

12. The contact should occur in a variety of contexts with 
a variety of ingroup and outgroup members. 

13. There should be equal numbers of ingroup and outgroup 
members. (Stephan, 1983) 

Desegregation rarely occurs under conditions that would lead to 
improvements in race relations. Instead, desegregation often occurs 
after there has been considerable community opposition from parents, 
administrators, school boards, and teachers. Thus, institutional and 
normative support for the contact is frequently low; the atmosphere 
tends to be competitive rather than emphasizing cooperation in 
pursuit of common goals; the statuses of Blacks and whites often are 



unequal both outside the school (due to social class) and within the 
school (due to unbalanced ratios of Blacks and whites); the Black 
students are often not as well prepared academically as the whites so 
stereotype confirming differences in academic competencies frequently 
ocur; busing often limits out-of-school contact and the within 

school contact that does occur is more likely to be negative or 

neutral than positive and in most cases it will be superficial. 

Also, the contact is involuntary in the case of court-ordered 

desegregation . 

Repent reseerch on the use of cooperative interethnic groups in 
desegregated schools indicates that when the conditions specified 
ato.e are met, intergroup relations and self esteem improve without 
any costs in terms of lowered achievement (e.g.. Aronson. Stephen. 
Sixes. Blaney & Snapp. 1978; Cohen. I960; Cooper, Johnson. Johnson t 
WHderson, 1980s Be Vries. Edwards «. Slavin, 1978, weigel, Wiser . 
Cook. 1975). Other Intergroup relations techniques involving multi- 
ethnic curricula, discussions of race Issues, and explicitly 
providing information about the cultures of different groups have 
.1.0 been found to Improve intersrou, relations in the majority of 
oases (see Stephen, 1983! and Stephen 4 Stephen, 1983, for 
reviews).. What these studies demonstrate is that while simply 
mixing students of differed groups in desegregated schools does not 
lBP rove race relatione, intergroup relations can be Improved in 
desegregated schools by Introducing special programs designed to 

achieve this goal. 

^■. mm » for Re-.ef.rrh i n Desegregation 

I would like to aee research into techniques to improve 
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achievement, race relations, and self-esteem continue. In addition, 
there are several other areas where I think research should also be 
done. One of the ma Jor ' problems with nearly all desegregation 
research is that it only covers the effects of the first year of 
desegregation, or at most the first two or three years of 
desegregation. There are almost no studies of the long-term effects 
of desegregation. He need to know not only what the long-term 
educational effects of desegregation are, but we also need to know 
what the non-educational effects are. And we need to know the 
effects not only !Tor whites and Blacks, but also for other ethnic 
groups as well. Does school desegregation reduce segregation in 
other realms, such as housing; do minority students who have attended 
desegregated schools get better Jobs and do they get promoted at a 
faster rate than students who attended segregated schools; and is 
subsequent political participation increased as a result of attending 

desegregated schools. 

• Also, we need to know more about the effects of desegregation on 
the communities that have undergone it. For instance, how do people 
in communities with well established desegregation programs feel 
about desegregation now; are people who have attended desegregated 
schools more willing to send their children to desegregated schools 
than" people who attended segregated schools; and what differences are 
there in the race relations of communities with well established 
desegregation programs compared to other communities. 

A third set of questions concerns the factors associated with 
successful desegregation programs. When desegregation goes well, why 
does it work? One can imagine a wide variety of factors that could 



36 



be relevant, some having to do with the community in which it takes 
place, others having to do with the way the administrators and 
teachers respond to desegregation , and still others with the 
composition of the student body. The fact is that we know precious 
little about what differentiates successful from unsuccessful 
desegregation programs. 
Desegregation in Perspective 

It would be impossible to present a comprehensive evaluation of 
the effects of desegregation in this short article. Instead, I have 
attempted to confine myself to some of the effects of desegregation 
on students. However, the larger context in which desegregation 
occurs is of immense importance to an understanding of the meaning of 
desegregation • 

In order to put desegregation in perspective, we must consider 
the role that it has played in influencing relations between the 
races in our society. Since 1951, vast changes in race relations 
have occurred; many overt forms of discrimination have been 
eliminated, levels of prejudice have decreased, most minority groups"^ 
have made economic advances, political participation by minority 
group members has increased dramatically, and more minority group 
members are attending college. School desegregation has played a 
role in these economic, political, and social changes, but it is a 
role that is not well understood and is little studied. Any analysis 
that abstracts school desegregation from its social context is 
necessarily incomplete. Unfortunately, we are not now in position to 
perform such an analysis. Given the difficulty of answering even a 
limited question like the effects of desegregation on Black 
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fVl9 . ue will be in position 
nt it doesn't seem likely to me that we 
achievement, it doesn desegregation anytime 

koB . 1ve evaluation of desegre 6 a 
to-do an adequate comprehensive 

in the near future. desegregation, 

As „. ec,uire -or. inrcr.au. on the outcomes of deseg 
ve he in a better position to base decision, °" — 

J , it seems to me that we Kill have to 
However, for the present, it desegre gation on the 

continue to making maior policy decisions about desegreg 

. „f these values concern the goals of 
basis of competing values. Some of these 

, , h , dearee to which the schools 
outlic education, in particular the degree 

„h loterltroup relations and the 
should concern themselves with intergr P 

„ , to participate in a pluralistic socxety. 
reparation of students to parti P ^ 

Other decisions that we will continue to 

of creating e,ual educational opportunities against 
importance of creating ^ 
free dom of Choice and freedom of assoc tie ^ 
iBp ortantly we will have to decide w . « « ^ ^ ^ 
., segregation enough to continue th ^^.n, 

v «f less value in making these 
Social science may he of impleBen ting these 

then in making choices ahout the hest ways 



decisions 
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Table 1 



Study 

Anderson 
Beker 

Bowman 

Carrigan* 



Clark 
Evans 



Iwanicki & 

Gable 1 

Klein 

Laird & Weeks 



Bentsch 



Savage 
Sheehan & 

Marcus 

Slone 1 
Smith 
Syracuse 
Thompson 4 

Smidchens 1 

Van Every 
Halberg 



Zdep 



Grade 

H 
2 
3 
3 
5 
1 
2 

3 

U 

5 

6 

6 

3 

it 

5 

' 3 
5 
10 
it 
5 
6 
5 
6 

7 

12 
it 



5 
9 
it 

5 

6 
M 
6 
B 
11 
2 



Effect Sizes 

Effect for Reading 

.H2 
.19 
.06 
.25 
.00 
-.H1 
-.02 
.30 
-.13 
.33 
-.31 
.08 - 
.02 
.02 
.02 
.00 
.00 

.23 
.22 

.31 
-.1U 
.07 
.26 

.33 
.06 
-.07 

.19 
-.01 

.55 
-.15 

-.12 

.15 

.05 

.17 
-.15 

.66 



Effect for Math 

.2U 
-.31 
-.17 

.21 
-.10 



24 
.03 
.03 
.03 



33 

,18 
,18 

. 17 
.02 
.08 
.10 
.0U 
.08 

.22 
.02 

.on 
. in 

.07 
-.53 
.21 
,1H 
-.15 



•Excluded from analyses 
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Table 2 



Means for 
Uncorrected Effect Si2e and 
Effect Size Corrected for Duration of Study 

Using Classes as the Unit of Analysis 
Reading Math 



Uncorrected 
X 

S.D. 

Corrected 
X 

S.D. 



.214 
.39 



.15 
.22 



.014 

.3* 



.00 
.20 



Using Studies as the Unit of Analysis 
Reading Math 



Uncorrected 
X 

S.D. 

Corrected 
X 

S.D. 



2H 
35 



17 
22 



.06 
.25 



.00 
.16 



40 

o 

ERIC 



Table 3 

Correlations of Corrected Achievement Scores with 
Grade, Year, City Size and Sample Size 

Reading Math 

By Classes By Studies By Classes By Studies 

Grade -.-33** » 22 

Year -.H2« -.U9«« -.10 -.32 

City Size -. 18 -.21 -.18 .19 

Sample Size -.28 -.38 -.05 ' -.17 

«p £.05 
•*p<.10 
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? Table 4 



Reading vs. Math* 



Uncorrected 
(Studies) 

Corrected 
(Studies) 

Uncorrected 
(Classes) 

Corrected 
(Classes) 



Reading Effect 
Size 

.21 



1U 



21 



12 



Math Effect 
Size 



.06 



.00 



• 03 



.00 



df 



1.33 13 



ns 



1.96 13 .08 



2.27 214 .0*4 



2.52 214 .02' 



•The Syracuse study is excluded from this analysis because 
it did not include math achievement. 
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